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1.  Introduction
Under the current national school curriculum, Japanese students of English 
are taught their second language mainly by memorizing grammatical struc-
tures and isolated lexis.  There is little emphasis on the use of English in 
oral or written communication.  When they reach the more advanced stages 
of their education, they therefore face a signiﬁcant transition in shifting their 
attention - and the mode of their learning -- from the rudimentary tools of 
their new language to the larger components of language by which native 
English speakers communicate with one another.  One such component is the 
use of genres in English discourse, and the conventions and constraints these 
impose on communication.
This paper will address this issue.  It will present a popular newspaper article 
titled “The Beluga, Snow White of the Arctic” from a recent issue of the 
Japan Times Student Newspaper (Ichikawa 2003).  It will subject it to genre 
analysis.  And it will demonstrate how this and similar analyses might be 
used in the classroom to raise students’ awareness of genres, genre conven-
tions, and their application in oral and written communication.
But ﬁrst the paper will discuss the deﬁnitions and analyses of genre and 
genre analysis formulated by leading linguistic scholars.
80
2.  Review of Genre Accepted Deﬁnitions and Viewpoints
2.1  Standard Genre Deﬁnition
Most dictionaries apply the term genre exclusively to the ﬁelds of art, music 
and literature.  The 2001 New American Oxford Dictionary deﬁnes it as:
a category of artistic composition, as in music and literature, char-
acterized by similarities in form, style or subject matter (Jewell & 
Abate 2001: 707).
The inadequacy of this deﬁnition is soon apparent to beginning students of 
discourse as they come to recognize that that there are oral and written texts 
that are also similarly characterized.  These tend to share the same obligatory 
and optional structural elements, have the same social purposes, and follow 
the same rhetorical structure.  They share the same generic characteristics, 
and operate within the same literary or oral conventions and constraints. 
Major examples are novels, academic research papers, recipe books, diction-
aries, sermons, academic lectures, prayers, etc.  Some impose their conven-
tions and constraints more strictly than others.
An extreme example is the instructional nursery rhyme called the ‘Hokey 
Pokey’ (Miya 2000: 13) that many of us were taught to sing as children as a 
means of teaching us the principal body parts within a context of play:
 You put your right hand in,
 You put your right hand out,
 You put your right hand in,
 And you shake it all about,
 You do the Hokey Pokey,
 And you turn yourself around,
 And that’s what it’s all about!  (Miya 2000: 13)
In this jingle a communicative event takes place that conveys a message that 
is reinforced by being encapsulated within a repeatable and readily memo-
rized song.  The strict consistency of its form (permitting only the substitu-
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tion of a different body part for the underlined item) makes it an effective 
teaching tool.
All this seems straightforward enough.  However, as one immerses oneself 
more deeply in the topic, it becomes evident that the more rigidly structured 
genres only represent the tip of the iceberg.  In fact genres are everywhere. 
They are integral parts of our everyday speech.  We often use genres when 
we answer the telephone, or deal with the sales clerk at the store.  We expect 
the Sunday sermon we listen to in church to follow a certain pattern, and 
to contain certain elements.  The postcard that comes to us in the mail and 
the articles, reports and Op-Ed pieces in the daily newspaper will probably 
incorporate the requirements and constraints of their genres.
2.2  Other Linguists Genre Viewpoints
Pursuant to his studies in genre analysis, the linguist James R. Martin (Kay 
& Dudley-Evans 1998: 308) contributes his view of the topic:
A genre is a staged, goal oriented, purposeful activity, in which 
speakers engage as members of our culture.... Virtually everything 
you do involves you participating in one or other genre.  Culture 
seen in these terms can be deﬁned as a set of generically interpre-
table activities (Martin 1985: 25).
Martin points out, that speakers use language to accomplish culturally goal-
orientated tasks and in so doing are obliged to use genres.  Thus when shop-
ping, a shopper converses with a sales person in a particular genre to achieve 
his/her purchase (see Askehave 1999: 14), (Martin 1992: 546).
Another linguist John M. Swales states:
A genre comprises a class of communicative events, the members of 
which share some set of communicative purposes.  These purposes 
are recognized by the expert members of the parent discourse 
community and thereby constitute the rationale for the genre.  This 
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rationale shapes the schematic structure of the discourse and inﬂu-
ences and constrains choice of content and style (Swales 1990: 58).
As in the case of Martin, Swales (ibid: 58) defines genre as a social or 
communicative event.  But whereas Martin talks about inevitably partici-
pating in a genre as part of any goal oriented communication, Swales claims 
there has to be a relationship between the purpose accomplished by the genre 
and the schematic structure of the genre, the text and language employed (see 
Askehave op cit: 15), as follows:
Communicative purpose is both a privileged criterion and one that 
operates to keep the scope of a genre as here conceived narrowly 
focused on comparable rhetorical action.  In addition to purpose, 
exemplars of genre exhibit various patterns of similarity in terms 
of structure, style, content and intended audience.  If all high prob-
ability expectations are realized, the exemplar will be viewed as 
prototypical by the parent discourse community. (Swales op cit: 58)
Finally the linguist Vijay K. Bhatia contributes the following:
A genre is a recognizable communicative event characterized by a 
set of communicative purpose(s) identiﬁed and mutually understood 
by the members of the professional or academic community in 
which it regularly occurs.  Most often it is highly structured and 
conventionalized with constraints on allowable contributions in 
terms of their intent, positioning, form, and functional value.  These 
constraints, however, are often exploited by the expert members of 
the community to achieve private intentions within the framework 
of socially recognized purpose(s) (Bhatia 1993 as cited in Holland 
and Lewis 2000: 76).
In his deﬁnition, Bhatia focuses on discourse within the academic commu-
nity and on the genre characteristics, conventions and constraints that are 
recognized and understood by its professional members.  Bhatia’s approach 
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differs from Martin’s emphasis on cultural constructs and from Swale’s focus 
on the discourse community as a whole (see Holland & Lewis op cit: 76).
These three definitions demonstrate that linguistic experts and authorities 
differ in some essentials about the nature of genres.  Martin believes that the 
participants in any communicative activity will inescapably use genres.  In 
contrast, Swales appears to imply that unless the participants in a commu-
nicative activity share a common focus on narrow rhetorical action and are 
similar in structure, style, content and intended audience, their activity does 
not represent a genre.  Bhatia is even more restrictive.  He appears to suggest 
that a communicative activity can only be called a genre if the participants 
acknowledge and understand its purposes and accept its governing conven-
tions and constraints as their communicative modus operandi. 
Clearly some reconciliation of these three views is desirable.  Carried to 
extreme, Martin’s theory appears virtually to discard the principles of shared 
purposes and similarities of form, style and content.  Those of Swales 
and Bhatia seem to preclude categorizing, less highly structured, forms of 
communicative activity as genres.
For my part, and for purposes of this essay, I am content to work with a 
personal deﬁnition that broadly amalgamates the views of these three theo-
rists.  This says that genres are families or categories of discourse that share 
certain purposes and characteristics, the latter being matters of form, proce-
dure or content that confer regularity on the way the message is presented, 
and are sufﬁciently prominent to give the discourse a clear identity.
3.  Methods of Genre Analysis
The ideas of the scholars summarized above have given rise to two alterna-
tive systems of genre analysis.  Martin and his colleagues have developed 
what is termed the Functional Systemicists method (or Sydney School).  The 
followers of Swales and Bhatia propound what they call the English for 
Speciﬁc or Academic Purposes (ESP/EAP) method.  Each is addressed to a 
speciﬁc audience.
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The Functional Systemicists system derives from the work of Michael A. 
Halliday (Holland & Lewis op cit: 75).  Halliday contends that language: 
(a) is functional (i.e. it builds meaning); (b) is involved in the processes by 
which human beings construct social experience; and (c) accomplishes its 
tasks in the context of the situation which gives rise to a communicative 
activity -- i.e. in a social exchange or interaction between speakers.  In his 
view, the context of a situation consists of its ﬁeld (subject matter), its tenor 
(the relationship between participants), and its mode (oral or written).  These 
denote the social context of a text in its environment (see Halliday & Hasan 
1985: 10-28). 
Based on this thinking, the Functional Systemicists model (which is designed 
speciﬁcally for secondary school students in Australia) divides genres into 
two main categories, story genres and factual genres (see Holland & Lewis 
2000: 75 & 78).
3.1.1  Story Genres
Story genres comprise recount and narrative genres.  Recounts are personal. 
They typically comprise an activity sequence, most frequently in chronolog-
ical order, and use the past tense.  Typical examples are: a diary, a medical 
history, or a resume.  
Narratives may resemble recounts, but are generally less likely to follow a 
sequential format.  They have different communicative goals, and to achieve 
these, may wish to highlight certain events or actions and to omit others, 
with the aim of making their story interesting.  They use both the ﬁrst and 
third person and a variety of tenses.  Examples could be: a witness account 
of an accident, or a description of a vacation trip (Martin1985: 4), (Martin 
1992: 565), (Holland & Lewis 2000: 79). 
 
3.1.2  Factual Genres
Factual genres comprise Reports and Expositions/Discussions.  Reports store 
factual information, as in a scientific report, or an encyclopedia (Martin 
1985: 5).
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Expositions/Discussions provide explanations.  They may involve causes and 
effects, and/or judgments of social issues that call for justiﬁcation.  They 
fall into two categories, Analytical and Hortatory.  Examples of Analytical 
Expositions are: how-to pamphlets, or trouble-shooting manuals.  Examples 
of Hortatory Expositions are: political pamphlets, government ‘white papers’, 
and newspaper editorials (Martin op cit: 11-13), (Holland & Lewis 2000: 
79-80).
3.2  ESP/EAP School
The ESP/EAP method is aimed at learners in specialized ﬁelds (Richards, 
Platt & Platt 1992: 125) i.e. graduate school students, and students in voca-
tional, technical, or business training classes.  Linguists such as Swales, 
Dudley-Evans, and Bhatia are advocates of its approach.
Essentially, the ESP/EAP method seems less concerned than the Functional 
Systemicists method with categorizing genres.  Its emphasis is more on their 
internal structure.  It analyses a text by discerning its internal ‘Moves’ (the 
topics by which it advances its argument), and within each ‘Move’ the ‘steps’ 
or stages by which the argument of each topic is developed (Kay & Dudley-
Evans 1998: 309).
Swales uses a three-move model (Swales op cit: 140-141), e.g. ‘move 1: 
Establishing a territory’, ‘move 2: Establishing a niche’, and ‘move 3: 
Occupying the niche’.  Within each ‘move’ he identiﬁes the component steps 
as step 1: claiming centrality, step 2: making topic generalization and step 
3: reviewing items of previous research’ (Swales op cit: 141).  Within this 
framework he identiﬁes the author’s writing style and the genre conventions 
he is using, (see Swales op cit: 142-166).
Dudley-Evans, whose particular concern is MSc dissertations, elaborates on 
the Swales model somewhat by increasing the number of moves to encom-
pass more detailed descriptions of an article’s general and speciﬁc topics 
and of present and projected research (Holland & Lewis 2000: 84-85).  His 
method is delineated clearly in his ‘Introduction-Evaluation-Conclusion’ (see 
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Holland & Lewis op cit: 85-86) (see Dudley-Evans 1994: 224-226).
Bhatia too follows an analogous approach. In analyzing business letters, he 
speciﬁes the following moves: 1. establishing credentials, 2. introducing the 
offer, 3. offering incentives, 4. referring to enclosed documents, 5. inviting 
further communication, 6. using pressure tactics, and 7. ending politely (Bhatia 
op cit: 156-157).
4.  Genre Analysis
‘The beluga: Snow White of the Arctic’ taken from a Japan Times News-
paper (Ichikawa, 2003: 14-15) is an example of the type of article I use in 
my classes to give the students practice in reading, analyzing and summa-
rizing written text.  At ﬁrst glance it is difﬁcult to discern the genre style it 
is written in.  It appears to have features of both a recount and a narrative 
style (see Martin 1985: 4) (see Holland & Lewis 2000: 79).  The author 
provides a recount of his experiences, ﬁrst in an aquarium, and then while 
on location on Lancaster Sound on Baffin Island where he encountered 
white whales or belugas.  He also describes some of his experience in a 
personal and narrative way when he writes descriptively about his feelings 
while observing the white whales in their Arctic habitat (Martin op cit: 4). 
However, despite these seeming aberrations, it is my opinion that the article 
is essentially a recount of the author’s personal experiences in the company 
of the belugas.  Moreover, he writes his story in the ﬁrst person and uses 
the past tense characteristics that are typical of the recount model (Holland 
& Lewis op cit: 79).
The schema I have followed in analyzing the beluga article is close to 
Martin’s technique of genre analysis.  The members of the ESP family, 
notably Swales, Dudley-Evans, and Bhatia have dealt mainly with genre 
analysis at the tertiary level concentrating on such genres as research papers, 
dissertations and business documents (see Holland & Lewis op cit: 76, 
83-86), (see Swales 1990: 140-143), (see Bhatia 1991: 157).  Their audi-
ences are predominantly graduate students and other faculty members, and 
the areas they address employ very particularly structured genres.  Given the 
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focus of their work, it seems obvious that the ESP model is inappropriate for 
analyzing the beluga article.  Moreover, Martin’s system includes a technique 
speciﬁcally designed for recount analysis (Martin 1985 as cited in Holland & 
Lewis 2000: 78).  
Believing that it offers a ready and reliable method recount genres, I have 
therefore decided to follow Martin’s system in my genre analysis. 
4.1  My Text Genre Analysis
In Martin’s schema the stages of recounts are: ‘Orientation ^ {Eventsn} ^ 
(Reorientation)’ (Martin 1985 as cited in Lewis & Holland op cit: 78-79). 
The ‘Orientation’, portion provides a starting point for the story about to be 
told.  The ‘Events’, are the steps or stages that take place during the story. 
The ‘Reorientation’, is the ending point that lets us know both how the story 
ends and also what the author has concluded about his experiences.  (Note, 
in addition that the superscript ‘n’ refers to the number of events of which 
there can be one or many, the carets ‘^’ are used to signify breaks preceding 
the next, following, stage, the ‘( )’ means that the enclosed stage can be 
optional, while ‘{ }’ means the stage can be repeated) (Holland & Lewis op 
cit: 78).
Ichikawa (2003: 14-15) describes his ﬁrst interaction with a beluga (white 
whale) when some years ago, he visited an aquarium.  During that visit he 
observed a beluga and became so enamored of its obviously friendly and 
expressive response to his presence that he developed a desire to observe the 
mammal in its natural habitat.  The recount genre analysis of his experience 
at the aquarium follows:
Orientation:  The author sees the belugas at the aquarium.
Events #1: As he stands in front of its tank a beluga approaches 
him.
Event #2: The beluga raises its body upright, and faces him directly.
 Event #3: The beluga moves its head in a bowing motion and 
purses its mouth.
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 Reorientation: The experience in the aquarium fuels in the author a 
desire to see the beluga in its natural environment.
In Ichikawa’s second recount he makes a trip to the Bafﬁn Sea in the Arctic 
to fulﬁll his goal of seeing the belugas in the wild.  This second recount 
records his experiences as he floats around the cold waters of the Artic 
surrounded by wild belugas as follows:
 Orientation: The author travels to Bafﬁn Island in Canada to see the 
belugas living there.
 Event #1: The author ﬂoats on the surface of the water; a beluga 
swims directly beneath him, looks up at him, and swims away.
 Event #2: Thirty different belugas come to look at the author while 
he ﬂoats in the Bay.
 Event #3: On another day, a beluga swims up to the author, only 
to dart away when the author acknowledges its presence.  This 
behavior is repeated over and over until it eventually becomes a 
form of tag.
 Reorientation: The author wishes he could know what the belugas 
are thinking.  His consolation for not knowing is his enjoyment 
from trying to guess their thinking from their facial expressions.
In both of these recounts, there is a clear orientation that enables the reader 
to anticipate what is to come.  The several events that follow are organized 
so as to permit the reader to follow step by step as Ichikawa’s story unfolds. 
Finally the reorientation stage provides insight into Ichikawa’s feelings and 
thoughts arising from the events he has recounted.  The juxtaposition of 
the two episodes establishes a frame enclosing Ichikawa’s experience of, 
and feelings and attitudes towards, the beluga.  In so doing, they provide 
Ichikawa’s saga with an effective closure.  In both situations reader is able to 
understand the feelings and attitudes of Ichikawa as each event of his story 
unfolds.  (As a footnote it may be worthwhile to note that the reorientation 
of episode one becomes the orientation of episode 2.)
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The Martin system of analysis has served to clarify the author’s message by 
identifying those features of the story that are most important, and then tying 
them together.  The beginning student of reading and writing in English 
should be able to use this form of analysis to comprehend the structure of 
recount genres and, with further experience, the structure of other genres 
(narratives, expositions, and reports).  They should also be encouraged to 
build awareness of genre language styles, and hence to form and under-
standing of how language is used in communication.
5.  Applications of Genre Analysis in My Teaching Environment
In order to make an assessment of the possibility of using genre analysis in 
my classroom, it is important to understand the background and context of 
my teaching.
5.1  My Teaching Environment
I currently teach part-time at two universities.  One is the Nagoya University 
of Foreign Studies.  There I teach a class to ﬁrst year students using articles 
selected from the Japan Times Weekly newspaper to help students practice 
their reading, analyzing, and summarizing skills.  The articles vary between 
narratives, recounts or expositions.  They are chosen partly by the simplicity 
of both their vocabulary subject matter.  The students take turns reading 
the article aloud in groups of 2-4.  Then the article is discussed, with the 
students answering questions posed by me, to help them summarize and give 
their impressions of what they have read.  My role is purely to guide and 
facilitate.  I intervene only when the students fail to understand information 
they have read, or have difﬁculty expressing themselves.
The second university is the Nagoya University of Arts and Sciences.  There 
I teach English Communications to three classes of twenty ﬁrst year students. 
Two classes are students majoring in nutrition, and one class is students 
majoring in media.  I have designed my curriculum to involve the students 
in both learning communicative language and performing communicative 
activities.  Often I give the students tasks that involve either genre speciﬁc 
language such as in giving or receiving directions.
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5.1.1  My Students
My students are aged nineteen, friendly and generally willing to try activities 
I teach.  While a few have had some previous exposure to English, either 
through visiting or living in an English speaking country, the majority have 
learned it during their Japanese public school education.  This education has 
generally been taught via a teacher-centered approach termed the Grammar 
Translation Method (see Richards & Rogers 2001:18-59) (see Brown 2001 
18-22).  It emphasizes the rote learning of grammar rules, structures, and 
isolated lexis.  It provides little opportunity for the students to learn and use 
conversation or communicative activities.  Its effect is to have both students 
and teachers give priority to the lexical items and grammatical constructs 
that will enable them to pass the written tests required for advancement from 
grade to grade.  Consequently, when the students arrive at university they 
tend to be difﬁdent about expressing themselves in English even when they 
have the knowledge to do so.
5.2  Potential Applications of Genre Analysis
My experience of genre analysis (see section 4.1 above) has persuaded 
me that a number of relatively simple activities would serve to raise my 
students’ awareness of genre conventions.  I could assign them the task of 
‘metacommunicating’ meaning that they could attempt to analyze and discuss 
a text (see Flowerdew 1993: 310).  First we could review the genre stages 
Martin outlined (see Martin as cited in Holland & Lewis 2000: 78-79). 
Then they could read an appropriate example of discourse (perhaps the 
beluga article I analyzed earlier), and attempt to list the recount stages of 
the story.  After letting them work in small groups to accomplish this task, 
I would bring them back to a general class discussion.  Together we would 
in effect perform an informal genre analysis and in the process discuss the 
salient points such as the orientation, the events and the reorientation, and 
their signiﬁcance for the story.  Indirectly this form of attack could serve to 
provide them with some familiarity of recount genres, so that I could ask 
them to perform an analysis of their own previous weekend’s activities.  First 
I would ask them to write down their analysis following Martin’s recount 
taxonomy (see Martin as cited in Holland and Lewis op cit: 78-79).  Then 
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each student could read his/her analysis aloud without designating the stages 
they were describing, and leave it up to the rest of the class to identify each 
particular stage as the speaker related it.  The advantage of this exercise is 
that it would provide the students with practice in both written and spoken 
genres, and establish a launching pad for exploring other types of genre.
Another, somewhat analogous, project would be to furnish each students with 
three or four typical completed postcards to study in order to form a sense 
of the constraints within which a postcard message is composed, the tele-
graphic style of writing often used, and their typically conventional greeting 
and ending (see Holland & Lewis 2000: 74).  Their study would then lead 
to a class discussion of these and other relevant topics including whom, 
one usually writes a postcard to, and what kind of information is included. 
Following the discussion I would pass out a picture postcard to each student 
(for example of Mount Fuji, or of Kyoto), and ask him/her to imagine they 
are on holiday, and to write a postcard message to me using the genre 
structure and style we had discussed (see Holland & Lewis op cit: 74).  This 
activity should serve to raise the students’ awareness of the postcard narra-
tive format and style
Another activity that teaches both written and spoken genre forms is an 
exercise I have already used successfully in my two classes that are peopled 
with students majoring in nutrition.  For their ﬁnal assignment I asked them 
to design for me a one-day (breakfast, lunch and dinner) diet plan of 1800 
calories or less.  First, as a class, we examined the typical format and style 
of diet and nutritional plans written in English.  I then asked each of them 
to compose his/her own menu observing the caloric limitation.  I offered no 
assistance with respect either to dialog or vocabulary, and stressed that, while 
the ﬁnal product must be in written form ready to be handed in to me, each 
student must ﬁrst be prepared to read it aloud to the whole class.
I chose this particular exercise because I was interested to see how the 
students would deploy their specialist knowledge in English.  When they 
presented their written plans to me I was therefore pleased to note that they 
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had all followed the written genre form I had provided for them.  When they 
verbally explained their plans many used appropriate language such as, “For 
breakfast please eat one piece toast and one orange” or “The total calories for 
breakfast, lunch and dinner 1757.”  These statements may not employ genre 
speciﬁc language, but they do effectively convey their writers’ message and 
in so doing complete their goal oriented purposeful activity (Martin 1985: 
25) (Swales 1990: 58).  My purpose was to give the students an activity that 
had meaning for them and would allow them to use both written and spoken 
English.  Many students reported that, while they found the task challenging, 
they enjoyed the opportunity to use English in an activity that was relevant 
to their future careers. 
Finally another activity I would use to teach students about written and 
spoken genres would be to write a set of procedures or instructions for 
accomplishing some task. First I would issue several sample sets of instruc-
tions (how to repair a flat tire; how to bake a cake) and have the class 
discuss them emphasizing their genre characteristics and structure, most 
notably their step-by-step sequential format, and stressing particularly the 
consequences of departing from this sequential format.
Indeed, it would probably be beneﬁcial to repeat this process over a period of 
lessons using different sets of instructions in order to drive home the essen-
tial nature of this genre’s sequential structure.  Finally, I would ask them to 
make up and write down their own set of instructions -- for example, for a 
recipe, or how to repair or build something, or how to direct a pedestrian to 
some location.  To add some fun, I would ask each student to read his/her 
instructions to the rest of the class without disclosing their purpose.  The 
other students would then have to guess what the instructions were intended 
to achieve.   
For the projects described above, it is important that the instructor provide 
adequate demonstration and replication of the genre so that the students are 
made fully aware of its purpose and also of the language necessary to articu-
late it (see Badger and White 2000: 158).  In some instances, for students 
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whose level of proﬁciency is modest, the assigned tasks may also need to be 
simpliﬁed.
6.  Caveats & Diﬃculties
I chose the question of genre analysis because I was eager to learn how to 
address the topic in my classroom.  I was especially interested in teaching 
matter amenable to consciousness raising activities, which would serve to 
make students aware of the methods, techniques and conventions of commu-
nication employed by native speakers (and writers) of English.  However, as 
I have worked on the assignment, I have become acutely aware of a number 
of issues that I had not originally anticipated.  These issues or caveats may 
have affected the effectiveness of this paper.
First and foremost is the fact that at no point during my education as a native 
English speaker was the matter of genres addressed in either their spoken or 
written forms.  This has proved an obstacle to perceiving and comprehending 
their attributes even while engaged in learning about the topic.  It has also 
proved an impediment to full understanding of the arguments of the expert 
linguists I have studied. I am therefore not conﬁdent that I have done a sufﬁ-
cient job of analysis on my chosen text, or that I have included all necessary 
information.
In addition, this is my ﬁrst year of teaching at university level and my ﬁrst 
opportunity to teach my own class.  I have previously taught in junior high 
and elementary schools in which the student’s lessons were aimed at encour-
aging students to converse in very simple English.  Thus, I’m only now, 
having to consider how to teach larger scale topics such as genres, and hence 
have limited experiences to call upon.
Independently of these problems, teaching the topic of genres to Japanese 
students poses intrinsic difficulties.  Prior to University, most Japanese 
students take English classes in elementary and secondary school mainly in 
order to pass tests.  Thus, the language and vocabulary they have learned is 
typically a random collection of grammar constructs and lexical items.  The 
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majority has acquired their English in a teacher- centered environment that 
discourages individual thought and creativity.  They therefore face consider-
able obstacles - of English proﬁciency and personal conﬁdence - in dealing 
with such topics as genres.
7.  Implications for Future Practice
I believe that the teaching of genres can have important implications, and 
offer considerable opportunity, for language learners - particularly here in 
Japan.  Noting the use of English as a world’s language, Swales once wrote 
that the Japanese:
...use English as a form of play and display, and English phrases 
as quasi-randomly selected icons of sophistication.... (Swales 1993: 
284)
I think this is an accurate assessment.  English has been used in many situ-
ations here but often incorrectly.  One commonly sees students in a train 
studying lexical words as if memorizing a dictionary, and English words in 
advertisements are often completely out of their normal context.
The study of genres and genre analysis could be used, I believe, to change 
things.  If learners of English are exposed to such concepts as genres and 
especially to those that have signiﬁcance for their lives, their motivation to 
learn will undoubtedly be increased, as will their ability to use their second 
language correctly.  Such change, however, will require more teachers to take 
the needs of their students into consideration, and ﬁnd ways of motivating 
them to express themselves in activities involving goal oriented tasks.  Even-
tually, I believe that such change will occur.  It might even go a long way to 
change the opinions of people like John Swales.
8.  Conclusion
In this paper I have performed a genre analysis, and reﬂected upon aspects 
of genre and genre analysis.  I have studied deﬁnitions of genres and the 
various approaches to genre analysis prescribed by linguistic experts.  In 
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addition, I have considered a number of activities that might possibly be 
used to raise awareness of genres and other larger components of English 
communication in my students.  I have also identiﬁed a few red ﬂag issues 
for changes in the teaching of English that give priority to elements of 
communication such as genres.
I believe my review and analysis has enabled me to meet the objectives 
outlined at the beginning of the paper.  It has enlightened me as to how 
genres and genre analysis might play a role in the teaching of language.  It 
has persuaded me that such teaching will play an important role into the 
future, as educators seek different ways to motivate their students to express 
themselves and to develop the conﬁdence necessary to achieve ﬂuency.
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